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M
A
R
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A
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R
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D
U
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m
y tim
e 
at 
the U
niversity of C
hicago as a graduate student, 
the professors ru
n
ning the graduate program
 n
ev
er 
hinted at m
y true destiny, by w
hich I m
e
a
n
 m
y 
destiny as a teacher. In a
n
 A
D
E
 Bulletin of 1994, 
I characterized the w
ay m
y generation of graduate 
students w
a
s so
cialized into a
c
adem
e, a
nd w
hat I 
said then seem
s a good e
ntry into m
y topic n
o
w
. 
A
s a student deeply im
m
ersed in nineteenth-century 
B
ritish studies a
nd literary c
riticism
, I c
e
rtainly ex
-
pected at the e
nd of m
y doctoral labors to be effort-
lessly translated, like E
noch, into a higher kind of 
a
c
adem
ic heaven-haven, levitated up a
nd o
u
r of m
y 
library c
a
rrel at C
hicago, hurtled tow
ard su
ccess dow
n 
[an] 
a
c
o
u
stically lined tube, a
nd gently low
ered into 
a
n
other library c
a
rrel at good old R
esearch U
, presum
-
ably in a beautiful city w
ith a good sym
phony a
nd af-
fordable housing, w
here I w
o
uld be a faculty m
e
m
ber 
adored by a handful of student re
se
a
rchers w
ho w
o
uld 
hang breathlessly o
n
 e
a
ch of m
y w
ell-polished, profes-
sionally im
peccable w
o
rds. 
(20) 
The o
nly u
se I c
a
n
 n
o
w
 think to m
ake of this 
absurd vision of a
n
 a
c
adem
ic c
a
re
e
r is to offer it 
up for ridicule o
n
 Saturday N
ight Live o
r the D
aily 
Show
 o
r m
aybe offer it to the shade of A
risto-
phanes for a brisk se
nd-up. In partial justification 
for m
y n
a'ivete, how
ever, I c
a
n
 truthfully report 
that m
y re
v
e
red professors at the U
niversity of 
C
hicago a
ctually e
n
c
o
u
raged this absurd vision, 
a
nd n
o
n
e
 of them
 ev
er alluded to the fact that m
y 
real destiny, like A
dam
's, w
as to be driven from
 the 
paradise of m
y c
a
rrel by a
n
 a
ngel w
ith a flam
ing 
sw
o
rd. W
hen the sw
o
rd a
ngel finally dragged m
e
 
by the heels o
ut of m
y fifth-floor library paradise, 
m
y fingernails m
aking long, agonized scratches o
n
 
the c
o
n
c
rete floor, he did n
ot se
nd m
e, as he se
nt 
A
dam
, to toil in the re
al-w
orld dirt of M
esopota-
m
ia. H
e se
nt m
e
 to toil in real-w
orld classroom
s in 
M
ilw
aukee instead. 
That I did n
ot e
xpect this fate w
a
s
-
a
nd is-ir-
relevant. If there is o
n
e
 thing literary study teaches 
u
s, it's that w
e
 all fulfill o
u
r destinies w
hether 
w
e're talking about A
chilles o
r Frodo. A
ccordingly, 
I found m
yself standing o
n
e
 day, feeling a
w
kw
ard 
a
nd dazed, in front of m
y first 8:00 a
.m
. freshm
an 
c
o
m
position class (yes, in M
ilw
aukee), re
alizing 
w
ith the m
o
u
nting panic of a prisoner w
alking up 
the steps to the gallow
s that I knew
 a lot about 
literature-at least I thought I knew
 a lot about 
literature-but that I did n
ot know
 o
n
e
 blessed 
thing about c
o
m
position, about teaching c
o
m
po-
sition, about teaching literature, o
r about teach-
ing in general. This w
as the first m
o
m
e
nt I re
ally 
u
nderstood-and I u
nderstood it viscerally-that 
there w
as a huge u
n
spanned chasm
 betw
een w
hat 
graduate school had trained m
e
 to do a
nd w
hat m
y 
job required m
e
 to do. 
It got m
y atten
tion. Som
e a
c
adem
ics of m
y 
generation took their v
e
rsion of this e
xperience 
as a good re
a
so
n
 to bypass classroom
s as m
u
ch as 
possible in favor of doing library o
r laboratory re-
se
a
rch. O
thers of u
s, how
ever, o
n
c
e
 o
v
er the shock 
of finding that w
e w
ere totally u
nprepared, becam
e 
fascinated by the c
o
m
plex dynam
ics of this u
n
e
x
-
pected classroom
 dim
ension to o
u
r careers. Profes-
so
rs like m
e
 chose a c
a
re
e
r path directed straight 
tow
ard the heart of classroom
 e
xperience. I have 
been deeply interested in teaching, both as prac-
The a
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tice a
nd as scholarship, ev
er since, a
nd I still think 
teaching is the m
o
st interesting a
nd challenging 
gam
e in tow
n. Few
 graduate program
s today leave 
students as u
nprepared for teaching as the gradu-
ate program
 I took in the 1960s-I w
alked into 
m
y first class w
ith n
ot ev
en
 five m
inutes of teach-
ing e
xperience a
nd w
ith n
ot ev
en
 five se
c
o
nds of 
teaching talk as part of m
y graduate education. 
B
ut the fact that today's graduate students are n
ot 
totally u
nprepared for teaching does n
ot m
e
a
n
 that 
that are w
ell prepared for teaching. 
T
he single m
o
st difficult n
otion for graduate 
students a
nd n
e
w
 professors to grasp about teach-
ing-and, indeed, m
a
ny experienced teachers n
ev
er 
grasp this point either-is that su
ccessful teaching 
to u
ndergraduates has little to do w
ith the degree 
of o
n
e's m
a
stery of disciplinary know
ledge. I a
m
 
n
ot m
aking the w
ell-rehearsed point that there is a 
big difference betw
een know
ing disciplinary infor-
m
ation a
nd know
ing how
 to teach it. I a
m
 m
aking 
a different point a
nd, I hope, a deeper o
n
e
. A
l-
low
 m
e to illustrate m
y point, like Socrates, start-
ing w
ith m
y o
w
n
 ignorance. A
fter diligent study 
in m
y field that began w
ith v
o
ra
cious childhood 
re
ading, follow
ed by a college English m
ajor a
nd a 
PhD
 in English, I think that by n
o
w
, at age sixty-
six, I m
ay know
 about ten percent of all the disci-
plinary know
ledge av
ailable to m
e. A
ctually, that's 
a
n
 optim
istic e
stim
ate, but for purposes of a
rgu-
m
e
nt a
nd dim
inishm
ent of e
m
barrassm
ent, let's 
a
ssu
m
e
 that it's true. (It's hard to keep up w
ith the 
o
utput of H
arold B
loom
 alone, m
u
ch less find the 
tim
e to fill in m
y chagrined ignorance of Schiller, 
R
abelais, H
enry G
ates, the spasm
odic poets, a
nd 
D
avid Foster W
allace.) If you a
re
 like m
e
, e
v
e
ry 
tim
e you look at your m
u
st-read list, you feel the 
o
n
set of heart attack sym
ptom
s. Y
our should-read 
list c
o
uld stretch to Tokyo. B
ut m
y students a
re
 
ev
en
 w
o
rse off. They probably learn n
o
 m
o
re
 than 
ten percent of the disciplinary know
ledge that I 
introduce to them
 in m
y classes, a
nd if you think 
they re
m
e
m
ber ten percent of that ten percent six 
m
o
nths after they leave m
y classes, you're the kind 
of person w
ho buys ten lottery tickets ev
ery single 
day o
n
 the grounds that so
m
e
o
n
e
 has to w
in. 
The point I a
m
 m
aking is that given all there is 
to learn in a
ny field, w
e are all pikers, stum
blers, 
a
nd term
inal beginners. B
ut w
hile I a
m
 a
w
a
re
 of 
the huge blank spaces of ignorance in m
y learning, 
m
y students a
re
 n
ot a
w
a
re
 of those blank spaces, 
a
nd they nibble like m
ice a
ro
u
nd the edges of w
hat 
M
arshall Gregory 
•
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I don't know
 a
nd often m
istake m
e
 for a v
a
stly 
learned m
a
n
. They say so
 in their c
o
u
rse
 e
v
alua-
tion form
s. 
"D
r. G
regory know
s e
v
e
rything about 
literature a
nd literary c
riticism
." 
"Y
eah?," I w
a
nt 
to say, 
"
a
nd you w
o
uld be m
e
a
su
ring m
y know
l-
edge against w
hat standard?" In u
ndergraduate 
teaching, w
e a
re
 all doing n
o
 m
o
re
 than dabbling 
a
ro
u
nd the edges of a v
a
st pool of know
ledge a
nd 
inform
ation that n
ot e
v
e
n
 w
e as e
xperts claim
 to 
digest, a
n
 observation that invites the follow
ing 
c
o
n
clusion. If w
e are all getting so
 little disciplin-
a
ry w
o
rk done a
nd if u
ndergraduate teaching does 
a
ctually w
o
rk a fair a
m
o
u
nt of the tim
e, it c
a
n
n
ot 
be because w
e a
re
 all doing a box office business 
e
xpanding the boundaries of o
u
r students' disci-
plinary know
ledge. It has to be w
o
rking for rea-
so
n
s other than disciplinary reaso
n
s. 
I w
ill tell you w
hy a
nd w
hen teaching w
o
rks, 
a
nd doing so w
ill bring m
e
 back to m
y claim
 that 
good u
ndergraduate teaching c
o
rrelates poorly 
w
ith a
nyone's having m
a
stered m
assive a
m
o
u
nts 
of disciplinary inform
ation. W
hen u
ndergraduate 
teaching w
o
rks, it w
o
rks because the disciplinary 
m
aterial w
e te
a
ch-the sa
m
e
 m
aterial that inevi-
tably gets forgotten-endures a better fate than 
getting re
m
e
m
bered. (Remember that I a
m
 o
nly 
talking here about good teaching, teaching that 
w
o
rks, n
ot about teaching that fails.) A
 thing's 
m
e
rely getting re
m
e
m
bered is n
ot a good c
riterion 
of its v
alue because, if w
e stop to think about it, 
w
e all re
m
e
m
ber, for reaso
n
s w
e c
a
n
 n
ev
er explain, 
a w
hole attic full of u
seful rubbish. A
 better fate 
than a thing's getting re
m
e
m
bered is its getting 
absorbed. W
hen a thing gets absorbed, it m
ay n
ot 
be recallable later as stored inform
ation, a
ny m
o
re
 
than the toast you had for breakfast this m
o
rning 
is re
c
allable as toast, but the n
utritional v
alue of 
the toast m
akes its c
o
ntribution to your life ev
en
 
w
hen it is n
o
 longer toast, a
nd the things that o
u
r 
students forget but absorb from
 o
u
r classes also 
becom
e transform
ed. K
now
ledge that gets ab-
so
rbed show
s up n
ot as know
ledge but as features 
of m
ind a
nd character that are m
u
ch m
o
re
 v
alu-
able than m
e
re
 inform
ation. Inform
ation w
e c
a
n
 
alw
ays look up, but w
hen a thing gets absorbed it 
turns into ideas a
nd skills, a
nd it turns into form
s 
of so
cialization a
nd c
ognition that shape students' 
intuitions a
nd that strengthen their pow
ers of lan-
guage, im
agination, judgment, a
nd re
a
so
ning. 
In short, w
hen teaching w
o
rks, it form
s ethos, for 
w
hat else is ethos if n
ot the particular c
o
nfiguration 
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of anyone's intuitions a
nd o
u
r pow
ers of language, 
im
agination, judgment, a
nd re
a
so
ning? Students 
absorb from
 u
s ideas, im
aginings, judgments, a
nd 
form
s of re
a
so
ning because w
e
 m
odel how
 these 
c
o
m
ponents of ethos m
ay be u
sed. T
alking about 
im
agination does n
ot teach a
nyone how
 to jump-
start his o
r her im
aginative pow
ers. B
ut as w
e
 
m
odel in o
u
r teaching how
 im
agination m
ay be 
u
sed, w
e do teach others how
 to u
se their im
agi-
n
ation w
ith greater fecundity a
nd vividness. The 
literature classroom
 is o
u
r ex
ercise field for dem
-
o
n
strating how
 to u
se ideas, how
 to develop im
agi-
n
ation, how
 to c
o
n
struct judgments, a
nd how
 to 
a
rgue u
sing reaso
n
. 
For re
a
so
n
s w
e c
a
n
 all u
nderstand a
nd sym
pa-
thize w
ith, these a
re
 n
o
t the kinds of thoughts 
w
a
ving for attention in the foreground of graduate 
students' a
nd n
e
w
 professors' m
inds. A
t the begin-
ning point of their c
a
re
e
rs, m
o
st teachers a
re
 in-
se
c
u
re
 about their m
a
stery of c
o
ntent, about their 
a
uthority in front of a classroom
 full of adoles-
cents, a
nd about how
 to fill e
a
ch class period w
ith 
c
o
ntent that is w
ell inform
ed a
nd w
ell developed. 
They a
re
 n
ot thinking about student ethos; they 
a
re
 w
o
ndering how
 to e
xplain C
oleridge's n
otion 
of m
ultiety in u
nity o
r Eliot's n
otion of tradition 
o
r Foucault's n
otion of the epistem
e. In short, the 
training of graduate students a
nd n
e
w
 professors is 
pretty m
u
ch guaranteed to produce teachers w
ho 
think it is their duty to teach u
ndergraduates the 
w
ay their graduate professors have taught them
. 
This is the kind of teaching that graduate students 
them
selves have been e
xperiencing, m
a
ny of them
 
for sev
en
 o
r eight years. W
hy w
o
uld this kind of 
teaching n
ot se
e
m
 the n
atural m
odel for graduate 
students' o
r n
e
w
 professors' teaching? 
Tw
o things n
e
ed to be said about this 
"
n
atural" 
m
odel, how
ever. First, it is a m
odel for training 
apprentices to becom
e professional colleagues, n
ot 
for educating u
ndergraduates in the liberal a
rts. 
Second, it is a m
odel that c
o
uld hardly be m
o
re
 
dysfunctional for u
ndergraduate education. M
ost 
of the u
ndergraduates w
e
 face w
ind up o
c
c
upy-
ing professional w
o
rlds far re
m
o
v
ed from
 academ
e, 
but ev
en
 w
hen n
e
w
 teachers do pause to c
o
n
sider 
that few
 of their students are headed for a
c
adem
ic 
c
a
re
e
rs, they tend to approach teaching as disci-
plinary apprenticeship a
nyw
ay. G
iven their o
w
n
 
re
c
e
nt a
nd protracted graduate education, this is 
the o
nly approach to teaching that they a
re
 inti-
m
ately fam
iliar w
ith. 
"H
ow
 c
a
n
 I n
ot be a good 
teacher if I re
ally know
 m
y stuff?" they a
re
 in-
clined to think, a
nd they a
re
 e
v
e
n
 m
o
re
 inclined 
tow
ard the obverse v
ersion of this claim
, thinking 
that 
"su
rely, know
ing m
y stuff re
ally w
ell w
ill at 
least protect m
e
 from
 being a bad teacher." A
nd 
they w
ill persist in their inclination tow
ard these 
beliefs although e
v
e
ryone in his o
r her education 
e
n
c
o
u
nters at least o
n
e
-
a
n
d
 so
m
etim
es, u
nfor-
tunately, m
o
re
 than o
n
e
-professor w
ho is a true 
e
xpert in his o
r her field but w
ho m
ay as w
ell be a 
penguin w
hen it c
o
m
e
s to teaching effectively. 
A
ll this m
e
a
n
s that before graduate students be-
c
o
m
e
 n
e
w
 a
ssistant professors, they n
e
ed to think 
about sev
eral salient c
o
n
siderations deriving from
 
the pow
erful instinct to c
o
nflate good teaching 
a
nd a m
a
xim
um
 c
o
v
e
rage of disciplinary know
l-
edge. D
espite the e
xtent to w
hich this c
o
nflation 
m
isleads teachers, the c
o
nfused n
otion that m
o
st 
of teaching is w
rapped up in how
 w
ell o
n
e
 know
s 
o
n
e's m
aterial is a pernicious influence o
n
 u
nder-
graduate education, a
nd n
e
w
 teachers n
e
ed to be-
c
o
m
e
 u
n
c
o
nfused about it before they c
a
n
 becom
e 
effective. L
et m
e
 try to dem
onstrate how
 se
rious 
this issue is. 
W
hen a
nyone asks a
n
 a
c
adem
ic, 
"W
hat do you 
teach?" the a
c
adem
ic invariably gives a disciplin-
a
ry a
n
sw
e
r. 
"W
hat do I teach, you ask? I teach 
nineteenth-century B
ritish literature," o
r 
"I teach 
a
n
cient philosophy," o
r 
"I teach calculus." The dis-
ciplinary a
n
sw
e
r about w
hat o
n
e
 teaches is o
v
er-
w
helm
ingly fam
iliar, but, in fact, its fam
iliarity 
m
a
sks the fact that, m
e
a
su
red logically, it's a v
e
ry 
strange a
n
sw
e
r. D
ecades ago in o
u
r discipline w
e 
learned how
 to deconstruct a
nd how
 to ferret o
ut 
the biases in the language that w
e u
se in scholar-
ship a
nd c
riticism
, but it is equally im
portant to 
learn how
 to deconstruct the langue of o
u
r peda-
gogy, a
nd, frankly, w
e a
re
 a long w
ay from
 doing 
this w
ell. It w
a
s o
n
c
e
 n
ot strange to e
xplain the 
c
a
u
se
s of m
e
ntal o
r e
m
otional disorders as de-
m
o
nic possession, but the discovery of viruses a
nd 
bacteria a
nd brain chem
icals m
ade dem
onic expla-
n
ations disappear. There's a parallelism
 here. The 
m
indset indicated by "I teach literature" o
r 
"I teach 
discipline X
" is as strange in its w
ay as the claim
 
that dem
ons cau
se fever because, in fact, w
e know
 
as c
e
rtainly as w
e
 know
 that dem
ons don't c
a
u
se
 
fever that teachers do n
ot teach disciplines. Teach-
ers teach students, n
ot disciplines, a
nd the differ-
e
n
c
e
 to a teacher, n
ot to m
e
ntion the difference to 
students, of describing his o
r her function in either 
of these w
ays is the difference betw
een tw
o e
ntirely 
different o
rientations tow
ard teaching. 
I a
m
 n
ot stretching to m
ake a
n
 a
rc
a
n
e
 point. If 
it se
e
m
s that I a
m
 obtusely o
r falsely dram
atizing 
a trivial m
atter of so
cial rhetoric, let m
e
 re
m
ind 
e
v
e
ryone that it w
a
s o
u
r discipline that first taught 
other disciplines to u
nderstand that c
o
n
v
e
ntions 
of so
cial rhetoric often m
a
sk large subterranean 
structures of v
alue a
nd belief, the pow
er of w
hich 
goes 
u
n
challenged as long as the stru
ctu
res lie 
m
o
stly u
n
se
e
n
. It w
a
s disciplinarians in E
nglish 
w
ho taught e
v
e
ryone else how
 to 
a
n
alyze the 
structures of patriarchal privilege buried in w
hat 
u
sed to be taken as m
atters of m
e
re
 so
cial rhetoric, 
su
ch as the e
ra
su
re
 of w
o
m
e
n
's individuality that 
o
c
c
u
rs inside the c
o
n
v
e
ntion of se
nding form
al 
invitations to m
a
rried c
o
uples u
sing o
nly the hus-
band's n
a
m
e
-
m
y
 w
ife a
nd I still o
c
c
a
sionally get 
w
edding invitations addressed to 
"D
r. a
nd M
rs. 
M
arshall G
regory," as if m
y in-law
s had been too 
thoughtless to give their daughter a n
a
m
e
-
o
r
 the 
dism
issal of the fem
ale point of view
 a
c
c
o
m
plished 
by the long-standing so
cial c
o
n
v
e
ntion, the loss of 
w
hich is still lam
ented by m
a
ny, of u
sing m
a
n
 as a 
synonym
 for hum
an being. 
O
n c
ritical e
x
a
m
ination, it tu
rn
ed o
u
t that 
these m
e
re
 c
o
n
v
e
ntions of so
cial rhetoric w
e
re
 in 
fact n
ot m
ere, a
nd n
ot innocent, either. Those w
ho 
objected to placing these c
o
n
v
e
ntions u
nder c
riti-
c
al sc
rutiny alw
ays have had a
nd alw
ays do have 
a typical ploy of re
sistance. It goes w
ithout say-
ing, they a
sse
rt, that a w
ife has her o
w
n
 person-
hood, despite the e
ra
su
re
 of it by c
e
rtain form
s of 
address, a
nd it likew
ise goes w
ithout saying, they 
c
o
ntinue, that m
a
n
 as a synonym
 for hum
an being 
co
v
ers w
o
m
e
n
 as w
ell. H
ow
ever, w
e
 have learned 
by n
o
w
, o
r should have learned by n
o
w
, that w
hat-
ev
er m
e
a
nings a
re
 a
sse
rted as so
 obvious that they 
c
a
n
 
"go w
ithout saying" a
re
 e
x
a
ctly the m
e
a
nings 
that n
e
ed to be said. 
Thus w
hen I c
riticize the so
cial c
o
n
v
e
ntion of 
teachers saying, 
"I teach philosophy" o
r 
"I teach 
E
nglish," it does n
o
t strike m
e
 as 
a plausible re
-
joinder-nor does it c
o
n
vince m
e
 of the innocence 
of su
ch descriptive locutions-that the c
o
n
v
e
ntion 
c
a
n
 be defended by re
sponding that it goes w
ith-
o
ut saying that all teaching is as c
o
n
c
e
rn
ed w
ith 
students as it is w
ith disciplines. The subterranean 
v
alue stru
ctu
re of 
"I teach E
nglish" describes a 
classroom
 m
indset that is focused prim
arily o
n
 the 
discipline-in a w
ay that probably se
e
m
s defensi-
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e
re
 c
o
m
m
o
n
 sen
se o
r as m
e
re
 
shorthand-rather than o
n
 students. A
cadem
ics 
a
re
 n
o
t generally hypocrites o
n
 this front. T
hey 
do n
ot say, 
"I teach E
nglish" rather than 
"I teach 
students" because they a
re
 trying to pull the w
o
ol 
o
v
er a
nyone's eyes. They say, 
"I teach English" be-
c
a
u
se
 n
o
 o
n
e
 has yet helped them
 think through 
their teaching m
ission, a
nd in this sen
se their pro-
fessional self-description is a bit innocent, but it is 
c
e
rtainly n
o
 m
o
re
 innocent than the innocence of 
the patriarch to w
hom
 it n
ev
er o
c
c
u
rred that u
sing 
m
a
n
 as a synonym
 for hum
an being m
ight c
o
n
sti-
tute a teensy privileging of the m
ale perspective. 
So w
hat difference does it m
ake if grad students 
a
nd n
e
w
 professors think of them
selves as teaching 
students first a
nd disciplines se
c
o
nd? If it didn't 
m
ake a difference, talking about it w
o
uld be m
o
re
 
of a bother than a help, but it m
akes a w
o
rld of 
difference in the teacher's e
ntire o
rientation to the 
classroom
. The classroom
 w
o
rld in w
hich teach-
ers think of them
selves as prim
arily teaching stu-
dents is a different classroom
 w
o
rld from
 the o
n
e
 
in w
hich teachers think of them
selves as prim
arily 
teaching disciplines. 
W
hen teachers think of them
selves as teach-
ing students first, they a
re
 m
o
re
 prepared to u
n
-
derstand both the intellectual rationale a
nd the 
e
v
e
ryday utility of m
e
eting students w
here they 
a
re
 rather than e
ndlessly w
hining about students 
n
ot being adequately prepared. O
ne of the c
o
m
-
m
o
n
e
st a
nd silliest them
es of inform
al a
c
adem
ic 
discourse is teachers' glazed-eyed cliche about 
how
 terrible it is that students today a
re
 
n
o
t 
prepared for c
ollege-level w
o
rk. It is 
egregious 
n
o
n
se
n
se
 that so
 m
a
ny teachers derive a kind of 
self-back-patting c
o
m
fort o
r c
o
n
struct a kind of 
bogus self-satisfaction by characterizing students 
as inadequately prepared, e
specially since the v
e
ry 
people against w
hom
 w
e
 often e
njoy c
o
ntrasting 
o
u
rselves, the denizens of m
a
rket-focused board-
ro
o
m
s w
hom
 w
e
 often sc
o
rn
 as having n
o
 life of 
the m
ind, a
re
 at least intelligent e
n
o
ugh n
o
t to 
a
v
ail them
selves of this flim
sy e
x
c
u
se
. 
C
orporate m
oguls driven by m
a
rket v
alues do 
n
o
t c
riticize their c
u
stom
ers for 
n
o
t being ad-
equately prepared. They study hard how
 to m
e
et 
their c
u
stom
er's n
e
eds o
r how
 to educate their 
c
u
stom
ers about n
e
eds that they as m
a
rket agents 
w
o
uld like to m
e
et. T
hen, beginning w
here the 
c
u
stom
er is, they u
ndertake to m
o
v
e
 the c
u
stom
er 
to look desirously, appreciatively, o
r adm
iringly at 
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the goods they offer. O
nly teachers a
w
a
sh in delu-
sions of superiority to their students have the ef-
frontery to w
alk into their classroom
s a
nd think 
it a sham
eful injury to them
selves that students 
a
re
n
't re
ady to join them
 in disciplinary high jinks 
right off the bat. If m
o
re
 professors w
o
uld pat 
them
selves less a
nd start looking in a hard-headed, 
clear-eyed, e
m
pirical m
a
n
n
e
r at their students' 
n
e
eds, they m
ight see that they are the o
n
e
s start-
ing off o
n
 the w
ro
ng m
a
rk, n
ot their students. 
I a
m
 m
aking a strong a
rgum
ent about this point 
because there is n
o
 c
o
m
m
u
nity m
o
re
 toxic to the 
professional so
cialization of graduate students a
nd 
n
e
w
 professors than the c
o
m
m
u
nity of profes-
so
rs bonded together by the belief that students 
a
re
 n
ot adequately prepared. This c
o
m
m
u
nity is 
toxic because n
e
w
 professors seduced by its appeal 
inoculate them
selves against either self-inquiry o
r 
student c
riticism
 for the rest of their career. Just as 
W
onder W
om
an deflects a v
olley of bullets w
ith 
her m
agic bracelets, the professor w
ho begins a 
teaching c
a
re
e
r w
ith the e
xpectation that few
 
students w
ill be prepared a
rm
s him
self o
r herself 
w
ith a m
agical deflection of all self-blam
e for a
ny 
teaching failures. A
ll problem
s w
ith teaching w
ill 
alw
ays be the fault of the u
nprepared student. 
A
 se
c
o
nd difference it m
akes w
hen teachers think 
of them
selves as teaching students first is that they 
becom
e m
u
ch m
o
re
 re
c
eptive to the c
ru
cial fact 
that the m
o
st im
portant cluster of v
ariables affect-
ing students' learning in the classroom
 are ethical 
a
nd so
cial v
ariables, n
ot intellectual o
r professional 
v
ariables. T
eaching is a lot of a
ctivities that m
o
st 
teachers focus o
n
 diligently, su
ch as description, 
e
xposition, e
xplanation, tim
e m
a
n
agem
ent, u
se
 
of technology, testing, e
v
aluation, a
nd so
 o
n
. B
ut 
there is 
a
n
 additional cluster of v
a
riables m
o
re
 
im
portant than a
ny of these that m
a
ny teachers 
hardly think about at all. W
hatever else teaching 
is, it is also a
n
 ethical a
nd so
cial relationship, a
nd 
if teachers do n
ot know
 how
 to tend to the so
cial 
a
nd ethical dim
ensions of teaching, they can
, sadly, 
u
nderm
ine their o
w
n
 best intentions a
nd efforts. 
O
n the ethical front, students e
v
aluate e
v
e
ry 
teacher from
 n
e
a
rly the first m
o
m
e
nt he o
r she 
w
alks through the classroom
 door o
n
 the first day 
of a
ny sem
ester. This e
v
aluation kicks into gear o
n
 
four fronts that have n
othing to do w
ith how
 w
ell 
the teacher know
s his o
r her disciplinary c
o
ntent. 
Students e
v
aluate teachers o
n
 fairness, 
re
spect, 
charity, a
nd civility, a
nd the teacher w
ho fails 
o
n
 a
ny of these fronts, e
specially fairness, w
ill be 
fighting a
n
 uphill battle all the w
ay because he o
r 
she w
ill be w
o
rking against a
n
 ethical deficit of 
discredit. T
hat a teacher w
hom
 students e
v
aluate 
low
 o
n
 ethical fronts m
ay be a true e
xpert in the 
field w
ill n
e
v
e
r erase students' low
 opinion. E
thi-
cal a
sse
ssm
e
nt precedes a
nd trum
ps a
c
adem
ic a
nd 
intellectual assessm
ent. 
O
n the so
cial front, e
v
e
ry graduate student a
nd 
ev
ery n
e
w
 teacher n
e
eds to keep in m
ind that stu-
dents m
ay re
m
e
m
ber little c
o
ntent from
 class but 
a
re
 likely to re
m
e
m
ber a lot about the teacher as 
a personality a
nd as a so
cial agent. Teachers m
ay 
think that the classes they teach a
re
 about chem
-
istry o
r literature, a
nd they are, but teachers n
e
ed 
to
 re
m
e
m
ber that e
v
e
ry class is 
also about the 
te
a
cher-or at least about the teacher's e
m
bodi-
m
e
nt of c
e
rtain v
alues-and a
ny teacher w
ho fails 
to re
alize this is n
ot a full participant ev
en
 in his 
o
r her o
w
n
 classroom
. I have spoken to hundreds 
of form
er students w
ho, w
hen they talk about their 
form
er teachers, 
n
e
v
e
r m
e
n
tion a
nything they 
learned in a
ny class. That alw
ays shocks m
e, but it 
n
ev
er v
aries. D
ecades after taking a class, how
ever, 
m
a
ny students w
ill re
m
e
m
ber their teachers' tem
-
peram
ents, habits, m
a
n
n
e
r of speaking, passions, 
e
nthusiasm
s (or lack thereof), a
nd personal inter-
a
ctions. A
ll graduate students a
nd n
e
w
 professors 
n
e
ed to c
o
n
sider that w
ho they are as persons is a 
w
hole dim
ension of teaching in itself a
nd is perhaps 
the m
o
st im
portant influence o
n
 student learning. 
A
 third difference it m
akes w
hen teachers think 
of them
selves as teaching students first is that they 
becom
e a
m
e
n
able to the re
ality that w
hile m
o
st 
of the c
o
ntent they teach w
ill be forgotten (just 
as 
m
o
st of the c
o
n
ten
t that e
v
e
ryone learns is 
forgotten), the effects of learning do n
ot m
e
rely 
e
v
aporate. A
n old but true adage about education 
says that education is w
hat re
m
ains w
hen e
v
e
ry-
thing you learned has been forgotten. The tru
th 
of this adage helps u
s focus o
n
 the re
ality that I 
n
o
w
 w
a
nt to probe m
o
re
 deeply: the re
ality that 
w
hen c
o
ntent is 
re
ally learned, it gets absorbed, 
n
ot stored. W
e o
nly re
m
e
m
ber stored inform
ation 
w
hen w
e
 c
o
ntinue to u
se
 it a
nd thus reinforce it. 
W
e re
m
e
m
ber absorbed inform
ation all o
u
r lives 
because w
hat gets absorbed does n
ot have to be re-
called. Instead, it changes the interior a
rchitecture 
of thinking itself, w
hich m
e
a
n
s that it becom
es 
part of the m
ind's structure, n
ot c
a
rried about as 
part of the m
ind's burden. 
T
he lists that you, I, 
a
nd o
u
r students have 
learned o
v
e
r the years to
 
m
ake o
u
rselves look 
sm
a
rt o
n
 tests a
nd papers a
re
 rigged w
ith built-in 
self-destruct m
e
chanism
s just like the destruction 
m
e
chanism
s that destroy e
a
ch list of tasks at the 
beginning of M
ission Im
possible episodes. Sure, I 
still re
m
e
m
ber from
 elem
entary a
nd high school 
classes that the su
n
 is ninety-three m
illion m
iles 
from
 the e
a
rth, that the speed of light is 186,000 
m
iles per se
c
o
nd, a
nd that M
ilton w
as forty-tw
o 
w
hen he w
e
nt blind, but su
ch a
n
 a
rray of ra
ndom
 
facts is 
m
o
re
 like a n
e
u
ral a
c
cident than u
seful 
m
e
m
o
ry. N
oone has ev
er a
sked m
e
 if I know
 the 
speed of light o
r how
 old M
ilton w
as w
hen he lost 
his sight. W
e all have facts like these stuck in o
u
r 
heads, a
nd the sa
m
e
 is true of o
u
r students. Later in 
students' lives (like n
e
xt sem
ester), after they have 
taken o
u
r classes, the c
o
u
rse
 c
o
ntent they studied 
w
ith u
s m
ay n
o
 longer be recallable as inform
ation. 
B
ut if the class provided a real learning experience, 
the students' struggle w
ith o
u
r a
ssigned c
o
ntent 
w
ill have turned into so
m
ething deeper than in-
form
ation. It w
ill have turned into n
e
w
 habits of 
re
a
so
ning, speaking, w
riting, a
nd im
agining. 
A
 fourth difference it m
akes w
hen teachers think 
of them
selves as teaching students first is that they 
a
re
 m
o
re
 likely to
 see that w
hat is interesting to
 
them
 w
ill alm
ost alw
ays be separated from
 w
hat 
is im
portant to
 their students by a large gulf of 
m
utual incom
prehension that o
nly grow
s w
ider as 
teachers grow
 older. M
any teachers focused pri-
m
a
rily o
n
 their disciplines n
ev
er see the difference 
betw
een w
hat is interesting to
 them
 a
nd w
hat is 
im
portant to
 their students. It's a bit n
a
rcissistic 
n
ot to
 see this, but, as the D
uke says in Am
adeus, 
"there it is." T
eachers w
ho a
re
 a
ctively a
nd e
m
-
pirically e
ngaged w
ith their students, how
ever, 
w
ill re
alize, e
v
e
ntually, that if they w
a
nt w
hat is 
interesting to
 them
 to
 becom
e im
portant to
 their 
students, they have to
 e
xplain to them
 w
hy it's im
-
portant a
nd they have to
 do so
 in c
o
n
c
rete term
s 
a
nd in the present tense, n
ot in so
m
e
 v
ague future 
that students c
a
n
 hardly im
agine. 
A
 fifth difference that su
rfaces w
hen teachers 
think of them
selves as teaching students first is 
that they find it easier to u
nderstand the c
oded n
a
-
ture of students' c
o
m
plaints about c
o
u
rse
 c
o
ntent. 
The teacher focused o
n
 disciplinary c
o
ntent gets 
frustrated a
nd so
m
etim
es offended w
hen students 
express w
hat so
u
nds like hostile re
sistance o
r c
o
n
-
tem
pt for the teacher's beloved c
o
ntent. Teachers 
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w
ho a
re
 e
m
pirically trying to
 judge w
here their 
students are in their learning stages, how
ever, m
o
re
 
easily keep in m
ind that w
hen students c
o
m
plain 
about a classroom
 a
ssignm
ent, saying, 
"this is stu-
pid," w
hat they generally m
e
a
n
 is, 
"this m
akes m
e
 
feel stupid." 
"This is stupid" o
r 
"this is boring" is 
c
ode for 
''I'm
 afraid I c
a
n
't do this. C
an you help 
m
e
 u
nderstand this a
ssignm
ent in a w
ay that w
ill 
allow
 m
e
 to
 do w
ell o
n
 it?" The teacher's job is to
 
support students' efforts to
 a
cquire the c
o
nfidence 
they n
e
ed to
 take risks. 
A
 sixth difference that o
c
c
u
rs w
hen teachers 
think of them
selves as teaching students first is 
that they a
re
 better at m
odeling good learning for 
their students than a
re
 teachers w
hose attention 
is riveted by c
o
ntent. W
hat teachers a
re
 likely to 
think of as m
odeling good learning for their stu-
dents is probably n
ot, because, typically, teachers 
are profoundly av
erse to m
odeling for students the 
m
essy, ragged parts of learning-the parts w
here 
w
e o
n
c
e
 m
ade a fool of o
u
rselves o
r failed the sta-
tistics c
o
u
rse
 o
r w
ere rejected by a
n
 editor o
r w
ere 
jealous of others o
r just said so
m
ething plainly stu-
pid. A
ll of u
s are tem
pted to present a
n
 airbrushed, 
m
a
rketer's im
age of o
u
rselves as flaw
less learners, 
but teachers w
ho spend m
o
re
 tim
e looking hard at 
students than at disciplinary c
o
ntent w
ill be m
o
re
 
likely to see that su
ch a presentation of them
selves 
is o
n
e
 of the m
o
st discouraging a
nd dim
inishing 
things they c
a
n
 do to their students. W
e o
w
e stu-
dents the tru
th. In the pursuit of re
al learning, 
failure is a
n
 off-and-on c
e
rtainty for e
v
e
ryone but 
is seldom
 fatal for a
nyone. 
Teaching, as B
artlett G
iam
atti has said, 
"is a
n
 in-
stinctual a
rt, m
indful of potential, c
ra
ving of real-
izations" (194). Such a
n
 a
rt does n
ot allow
 for rules 
o
r directions that w
o
rk w
ith m
e
chanistic c
e
rtitude: 
"U
se a torque w
re
n
ch at 65 pounds of pressure to
 
bolt Idea A
 into Student B's brain." D
irecting regu-
lar teaching se
m
inars o
v
er m
a
ny years at m
y hom
e 
institution, B
utler U
niversity, a
nd at m
y se
c
o
nd 
a
c
adem
ic hom
e, E
m
ory U
niversity, has forced o
n
 
m
e
 the truth of m
y three c
o
n
cluding points. First, 
talking to m
a
ny teachers in intense c
o
n
v
e
rsations 
has m
ade m
e
 re
alize the e
xtent to
 w
hich teachers 
are often too busy teaching to e
ngage in su
stained 
thinking about it. This is w
hy w
e all n
e
ed to gather 
ro
u
nd o
u
r w
atering holes a
nd talk about teaching 
as m
u
ch as w
e talk about scholarship. Second, di-
re
cting teaching se
m
inars has also m
ade m
e
 opti-
m
istic about how
 re
adily w
e m
ay all im
prove w
hat 
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w
e do by sharing w
hat w
e know
. M
any college pro-
fessors get frustrated w
ith teaching, but o
nly a few
 
descend to term
inal cynicism
. G
iven genuine sup-
port for thinking afresh about teaching, especially 
in the c
o
m
pany of peers, m
o
st teachers n
ot o
nly 
seize the opportunity but ru
n
 w
ith it. 
Third, a
nd finally, I w
o
uld like the chance to
 
tell all graduate students a
nd n
e
w
 professors that a 
c
a
re
e
r devoted to teaching c
a
n
 be a n
oble, su
stain-
ing, a
nd deeply satisfying choice of life, n
ot m
erely 
a utilitarian m
a
xim
ization, as so
m
e
 e
c
o
n
o
m
ists 
m
ight say, 
of c
e
rtain bodies of know
ledge a
nd 
investm
ents of talent. Sentim
ental a
nd m
elodra-
m
atic cliches about teachers, su
ch as the M
r. C
hips 
stereotype 3 a
nd the Professor Snape stereotype 
4
-also
 heroic cliches, su
ch as the m
u
sic teacher 
in M
r. H
olland's O
pus o
r the literature teacher in 
D
ead Poet's Society-sw
irl so
 thickly in o
u
r c
ulture 
that it is difficult for young teachers to get a fix o
n
 
w
ho they should be a
nd how
 they should c
o
m
port 
them
selves. I w
o
uld re
c
o
m
m
e
nd to them
 that they 
get their bearings n
ot by focusing o
n
 pop c
ulture 
n
a
rrative a
nd c
e
rtainly n
ot by focusing o
n
 personal 
advancem
ent but by c
o
n
c
e
ntrating o
n
 the n
e
eds of 
their students. Those n
e
eds are great a
nd teachers 
a
re
 in a position to e
x
e
rt a positive influence, a
n
 
influence n
e
eded n
o
w
 m
o
re
 than ev
er before. 
The n
e
ed is great because w
hen it c
o
m
e
s to the 
teaching of desire, college a
nd u
niversity teachers 
are being o
uttaught as if w
e w
e
re
 the Seem
 T
eam
 
playing the D
ream
 T
eam
, a
nd the people o
ut-
teaching u
s are c
o
rporation m
a
rketers. The Lord of 
the Rings a
nd H
arry Potter m
o
vies have re
c
e
ntly re-
a
nim
ated w
izards in o
u
r im
agination as figures of 
great pow
er, but these fictional w
izards a
re
 pikers 
c
o
m
pared w
ith today's c
o
rporate m
a
rketers. W
hat 
m
akes them
 so
 pow
erful is that they know
 how
 to 
m
a
nipulate their m
agical spells a
nd incantations 
in o
rder to m
ake all of u
s desire n
ot just to have 
c
e
rtain c
o
n
su
m
e
r products but to be c
e
rtain kinds 
of people. M
arketers know
 how
 to m
ake u
s w
a
nt 
a c
e
rtain kind of life, a
nd there is n
othing m
o
re
 
im
portant to the kind of life w
e a
ctually live than 
the kind of life w
e
 a
re
 taught to w
a
nt. Teachers 
often have the sen
se that their teaching lies o
n
 the 
su
rface, w
hile e
vidence all a
ro
u
nd u
s suggests that 
the pedagogy of c
o
rporate m
a
rketers goes right to 
the co
re of o
u
r students' lives. 
It is sad to re
alize that o
u
r college students in-
habit a so
cial, m
o
ral, a
nd political space that is so
 
deficient in the helpful cu
es, prom
pts, ex
ercise, a
nd 
stim
ulation that they n
e
ed for the balanced devel-
opm
ent of those c
apacities that lie at the heart of 
their hum
anity. In referring to su
ch capacities I do 
n
ot refer to n
otions highly theorized o
r highly sci-
entific. I refer to those basic capacities that seem
 to 
belong to hum
an beings as su
ch, prim
arily derived 
from
 the fact that all hum
an beings have a c
o
m
m
o
n
 
brain structure a
nd a c
o
m
m
o
n
 e
v
olutionary history 
a
nd u
niversally live in groups. The hum
an capacities 
that se
e
m
 to issue from
 these three determ
inants 
are the capacities for reaso
n
, language, im
agination, 
introspection, m
o
ral a
nd ethical deliberation, so
cia-
bility, a
e
sthetic responsiveness, a
nd physicality. 
O
n all these fronts o
u
r so
ciety fails young people 
o
n
 a m
a
ssive scale e
v
e
ry day. Their im
aginations 
a
re
 re
ndered passive by the ingestion of im
ages 
that threaten to o
v
e
rw
helm
 u
s all, im
ages that are 
alm
ost hallucinatory in their vividness a
nd inten-
sity a
nd, in m
o
vie houses, a
re
 n
e
a
rly the size of 
Texas. A
ll these im
ages c
o
m
e
 re
ady-m
ade, how
-
ev
er, a
nd a
re
 thus inadequate for the stim
ulation 
of a
n
 independent, c
o
n
structive im
agination. O
n 
the language front, o
u
r students' linguistic c
apac-
ity receives profoundly inadequate stim
ulation in 
a so
ciety m
o
re
 a
nd m
o
re
 dependent o
n
 icons a
nd 
im
ages rather than a
rgum
ents a
nd poetry a
nd n
ar-
ration, leaving students less a
nd less a
w
a
re
 of the 
satisfactions a
nd su
ccesses, n
ot to m
e
ntion the n
u
-
a
n
c
e
s a
nd precision, that c
a
n
 be a
chieved by get-
ting the right w
o
rds in the right o
rder for purposes 
of either self-expression o
r public appeal. 
R
ight dow
n the list of c
apacities I just e
n
u
m
e
r-
ated, young people a
re
 n
ot sim
ply left alone-far 
from
 it; in so
m
e
 sen
ses they w
o
uld be better off if 
they w
ere left alone-but m
o
re
 a
nd m
o
re
 m
a
nipu-
lated by m
ass m
edia a
nd m
a
rket forces. Their sex
u
al 
e
n
e
rgy is e
xploited a
nd ra
m
ped up to sell a v
a
st ar-
ray of c
o
n
su
m
e
r goods; their n
atural c
u
riosity a
nd 
desire to learn a
re
 short-circuited by educational 
n
a
rratives ra
nging from
 A
nim
al H
ouse to H
arry 
Potter to Paper Chase to B
uffy the Vam
pire Slayer 
that tell them
 that school is dull a
nd that teach-
ers are either stupid, m
e
a
n
, o
r c
o
m
e
 from
 hell; a
nd 
their desire to be m
ature is infantilized by a televi-
sion c
ulture that tells them
 that the u
nflappable, 
ironic, D
avid L
etterm
an a
nd Jon Stew
art v
e
rsion 
of c
o
ol is the o
nly kind of m
aturity that c
o
u
nts. 
W
orst of all, m
a
rket forces have m
a
stered the rhet-
o
ric of a
utonom
y a
nd freedom
 that w
e w
o
uld like 
to u
se w
ith o
u
r students but that is difficult for u
s 
to redeem
 from
 the c
o
rruptions of language that 
c
o
nflate a
utonom
y w
ith m
indless partisanship a
nd 
freedom
 w
ith n
othing m
o
re
 than the pow
er to pur-
chase a w
ide ra
nge of c
o
n
su
m
e
r goods. 
W
here a
re
 the c
o
ntexts, the so
cial spaces, w
here 
students a
re
 likely to find m
odels of people w
ho 
know
 how
 to bring trained intelligence, intellec-
tual honesty, clear expression, a
e
sthetic sen
sitivity, 
a
nd ethical re
sponsibility to the solution of prob-
lem
s both personal a
nd so
cial? W
here a
re
 the so
-
cial sites today w
here young people a
re
 likely to 
find se
rious people a
sking questions about se
rious 
issues, yet c
o
nducting their pursuit of these issues 
by m
e
a
n
s of c
o
m
panionable, civilized, a
nd respect-
ful discourse? Such c
o
ntexts a
re
 few
 indeed, but 
o
u
r u
niversity a
nd college classroom
s c
a
n
 be su
ch 
places because w
e
 c
a
n
 choose to m
ake them
 so
. I 
w
o
uld like the chance to tell ev
ery graduate student 
a
nd e
v
e
ry n
e
w
 professor that w
hen they w
alk to 
the door of their classroom
 o
n
 a
ny given day, close 
it, a
nd turn to their class of students, n
o
 o
n
e
 in the 
w
o
rld has m
o
re
 u
nfettered pow
er for the n
e
xt fifty 
o
r sev
enty-five m
inutes than they do for speaking 
directly to students' m
inds a
nd hearts in w
ays that 
c
a
n
 potentially influence how
 those students think, 
feel, a
nd judge for the rest of their lives. Every day 
I feel the thrill a
nd the re
sponsibility of this chal-
lenge. It is a job w
o
rth getting up for e
v
e
ry day. It 
is a job w
o
rth doing as long as o
n
e
 c
a
n
 do it w
ell. 
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I w
a
nt to tell graduate students a
nd n
e
w
 profes-
so
rs that the re
al aim
 of teaching is 
n
ot helping 
students rivet the juggernaut of c
a
re
e
rism
 o
nto the 
fram
ew
ork of their young lives. The re
al aim
 of 
teaching is helping students a
cquire su
ch c
apaci-
ties of m
ind a
nd heart as w
ill assist them
 in living 
lives that a
re
 a
utonom
ous, personally e
n
riched, so
-
cially re
sponsible, intellectually perspicuous, a
nd 
m
o
rally defensible. This is 
n
o
t a
n
 aim
 that pays 
w
ell, but it is 
a n
oble a
nd su
staining a
ctivity. It 
is a task to w
hich a m
a
n
 o
r w
o
m
a
n
 c
a
n
 dedicate 
a
n
 e
ntire life a
nd n
ot feel hoodw
inked at the e
nd. 
H
ow
ever, the o
nly w
ay w
e
 v
eterans in the profes-
sion e
m
pow
er o
u
r graduate students a
nd young 
professors to tu
rn
 a
ro
u
nd a
nd e
m
pow
er their stu-
dents to live these kinds of lives is to live them
 
o
u
rselves, e
specially inside the dom
ain of educa-
tion, w
here w
e
 should e
x
e
rt o
u
r best efforts to 
think clearly about n
ot o
nly w
hat w
e
 do but w
hat 
w
e
 w
a
nt. 
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